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In this paper professional development (PD) of teachers is discussed with particular reference to teacher learning, motivation and 
transfer of training. It is noted that training does not always transfer and therefore a re-think about how PD translates into practice 
is necessary. A strategic approach emphasising the interactive relationship of teacher learning, motivation and transfer of training 
is related to effective teacher change and improved students’ performance. Reference is made to a successful professional 
education dance programme that utilised many of the features associated with effective PD. 
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1. Introduction 
In recent times, the nature of PD has increasingly been considered for it is recognised that it impacts significantly 
upon teacher beliefs and practices, student outcomes and school reform (Villegas-Reimers, 2003). Teacher PD 
(previously termed in-service training or staff development) was first approached from a behavioural perspective 
with emphasis upon transmission of ideas, but minimal attention given to teacher learning or contextual issues.  By 
the 1990s a new paradigm had emerged challenging the previous ideas and this was based around school reform via 
utilisation of constructivism, long-term learning, multidimensional planning structures, contextual considerations, 
and collaborative reflective processes (Cochran-Smith & Lytle, 2001).  At the turn of the century the focus of PD 
was clearly upon teacher and student learning processes, teacher practices, and technology-based learning 
(Donnelly, Dove & Tiffany-Morales, 2002). According to Killion (2010), professional learning, designed to improve 
teacher practice to improve student outcomes, had become the priority. Given this, however, McDonald (2010) 
contends that PD still lacks an integrative theoretical framework and there is a need to incorporate the key PD 
dimensions of teacher motivation and learning with transfer. 
2.  PD 
So what is teacher PD?  Earlier conceptions emphasised teacher deficits in knowledge and skills and was 
responsible for informing teachers’ experiences (McDonald, 2009). Today it is considered a systematic process 
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facilitating teacher change in attitudes, beliefs and practices, the aim being to improve student learning outcomes 
(Cochran-Smith & Lytle, 2001; Fielding & Schalock, 1985; Ganser, 2000; OECD, 1998; Villegas-Reimers, 2003).  
It is considered a transformational process incorporating ideas of teacher learning, transfer of training and improved 
student outcomes. For example, Villegas-Reimers (2003) stated that “Professional development, in a broad sense, 
refers to the development of a person in his or her personal role” (p. 11) and this process “has a significant impact 
upon teachers’ beliefs and practices, students’ learning and on the implementation of educational reform” (p. 19).  
An interesting perspective about PD can be obtained from the work of Guskey (2000) who linked evaluation 
with PD and accordingly by doing this he defined what constituted effective PD. One of the problems of teacher PD 
was that it has not always had a satisfactorily relationship with evaluation (Guskey, 1999) and there have been calls 
for a more multi-dimensional unifying approach that links learning, transfer and organisational impact (Eseryel, 
2002). Thus Guskey (2000) made use of Kirkpatrick’s (1994) multi-level model to link evaluation with the planning 
for effective PD. Kirkpatrick’s approach, initially developed for business and management contexts,  specified the 
importance of training reactions, learning outcomes, behavioural changes and organisational effects.  But mindful of 
criticisms (Aldrich, 2002; Reeves & Hedberg, 2003; Tamkin, Yarnall, & Kerrin, 2002) directed at this model, 
Guskey adopted a ‘what’ (goals-oriented) and ‘how’ (process-oriented) approach and adapted it for educational 
purposes. Like Kirkpatrick, he considered participants’ reactions, learning and transfer to be important but also 
added organisation support and change and a fifth dimension, student learning outcomes. This approach has 
provided a comprehensive model of the contextual elements that need to be assessed for evaluating PD and therefore 
a model for the effective implementation of PD and facilitation of transfer.  
More research is needed, however. For example, Timperley, Wilson, Barrar and Fung (2007) noted there are 
unknowns about teacher learning and the students’ responses to the new ideas and the changes in teaching 
behaviours. What is required is a clearer understanding of teacher PD encompassing a more integrated perspective 
of teacher learning, motivation and the transfer of training (McDonald, 2010). 
3. Teacher learning 
Although considerable attention has been devoted to defining what constitutes effective PD, teacher learning has 
not until recently been considered a priority area of investigation. Various models of PD have examined a range of 
ideas such as reflection, personal, social and cognitive growth, teaching craft elements and the essential specific 
prescriptions/characteristics and programme features that promote effective learning (Bell & Gilbert, 1996; Lave, 
1988; Magolda, 1996; Villegas-Reimers, 2003). These models, however, dwell upon the content, methodology or 
outcomes and not the processes of the teachers’ learning. Furthermore, most studies of teacher PD have used teacher 
self-report and there has been little attempt to link these findings with teacher and student learning and the use of 
that learning (Garet, Porter, Desimone, Birman & Yoon, 2001). Many (e.g., Borko, 2004; Mouza, 2009) consider 
this a significant problem thwarting effective PD. Kazemi and Hubbard (2008) urged that the co-evolution of PD 
and classroom practice be acknowledged as being a priority, and in support of this, Guskey (2002) stated it was 
imperative to link PD with classroom implementation.  
Some models have attempted to define teacher learning (Wallace, 1991). The craft approach and the behavioural 
explanation influenced thinking for some time with the former emphasising observation and imitation as key 
processes whilst the behavioural model stressed knowing and task-oriented guidance. Timperley et al. (2007), in a 
comprehensive report, used a constructivist orientation in examining the evidence about teacher learning and 
provided a unified account about what was already known about the conditions of teacher professional learning.  
Key principles included: 
x Time for learning and use of the most appropriate learning activities; 
x The frequent use of external expertise but, this alone, was insufficient; 
x Active engagement of the teacher learner in the learning process with understandings discussed and 
negotiated; 
x The challenging of deficit thinking about students and limited expectations of them. There should be a 
focus upon student learning; 
x A recognition that communities of practice were important rather than location; 
x Active school leadership especially for learning communities and a monitoring of student outcomes;  
x Integration of pedagogical content knowledge, assessment and understanding of how students learn; 
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x Attention to student-teacher relationships and student learning. Teachers are motivated to seek PD if this 
occurs; 
x Ensuring sustainability of the learning via use of decision-making and having knowledge about the likely 
impact of their learning on others but also a clear understanding of their own learning;  
x The linking of learning goals with activities but an emphasis upon content not the activity per se; and 
x Adoption of a professional instructional sequence of learning resulting in implementation of practice. 
Timperley et al. (2007) highlighted the importance of prior knowledge, reconciling new and existing knowledge 
and the decision to accept or reject it. However, more is needed – teacher learning (adult learning ideas, teacher 
change considerations, and professional learning accounts), teacher motivation and transfer theory need to be 
incorporated in the explanation of what occurs.   
4. Adult learning contributions 
The teacher is an adult learner and PD programmes have rarely utilised this domain of knowledge. Merriam and 
Cafferella (1999) emphasise that there are two key perspectives about the adult learner: individual aspects need to be 
considered (e.g., beliefs, motivators, learner understanding) along with the contextual (i.e., importance of the 
interactive environment and the learner’s socio-cultural forces). Therefore, learning will be impacted upon by the 
personal, professional and organisational needs of the learner and socio-cultural influences (King & Lawler, 2003). 
As Speck (1996) notes, this implies the importance of the learning being guided by realistic and relevant goals, 
autonomy, theory driven practice, collegial support, interactive learning activities, accommodation of diverse 
experiences and competencies, and the need for specific transfer guidance. Therefore, adult learning theory can 
contribute valuable understandings about the importance of collaborative problem-centred experiential learning and 
the importance of trusting relationships in a learning context. 
5. Teacher and school change 
The knowledge about teacher and school change also has implications for understanding learning (Guskey, 
1986). The teacher is within a system and Bellanca (1996) emphasised the importance of a planned contextually 
driven transfer promoting system which meets individual and organisational needs and facilitates planning for future 
use. Fullan (1992) believed that this teacher learning would proceed in an optimal fashion when there was a 
framework that supported initiation of ideas, participation and support from others although he noted there was a 
slow ownership of ideas – indeed Guskey (2002) observed that frequently behaviour change preceded belief 
changes. But, as Fullan noted, teacher change is not simple as there is a range of factors influencing the teacher’s 
learning which must be considered in terms of the local and external contextual environment.  The subsequent 
learning is subject to the capabilities of the teacher to facilitate vision-building, adaptive planning, initiative taking, 
empowerment of others, monitoring, problem solving and the ability to restructure – all important dimensions of 
learning.  
As outlined, teacher learning and change is complex and multi-dimensional but Ellsworth’s (2000) planning 
framework can provide a useful understanding and summary of how changes can be implemented in different 
settings. He details these as recursive steps and drew upon existing literature to support his claims. The steps are: 
x Initialising the change and understanding the overall process; 
x Understanding the operation of the systemic components inside and outside the organisation to appreciate 
its needs; 
x Planning and guiding future efforts related to the change process; 
x Committing to a plan and acting; and 
x Identifying the resistances, dealing with them and/or rectifying deficiencies in the change environment to 
ensure acceptance of the change.  
What is implied is that organisational systems impact on learning and mindful, long-lasting sustained teacher 
learning and behaviour change needs to be predicated upon an organisational awareness of change processes, the 
systemic components of the environment and the motivation of participants to enact the changes.   
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6. Professional competency 
Another dimension of change – knowledge about development of professional competency – describes the 
educational and experiential journey of the novice to expert role (e.g., Dreyfus & Dreyfus, 1986). In the Dreyfus and 
Dreyfus model the professional was viewed as moving through the stages of being a novice, advanced beginner, 
competent worker, proficient to expert professional and each stage was considered to have implications for the 
individual’s thinking and behaviour. Eraut (1994) identified it as a two tier acquisition of skills and knowledge; 
training remains important at the different levels and this is then progressively developed by experience. According 
to Schon (1987), the competent professional is one who uses professional artistry in dealing with expertise and 
experience but reflects on contextual issues. However, Cheetham and Chivers (1996) believe that professional 
competence is a more complex and multifaceted holistic concept resting upon over-arching meta-competencies 
(such as problem-solving, communication, creativity, self-development, mental agility, reflection, learning, and 
analysis). This in turn leads to the development of four core competencies: knowledge (work-related knowledge and 
ability to apply), functional expertise (performance of work-based tasks to achieve outcomes), behavioural 
indicators (appropriate professional behaviour), and ethical understanding (application of personal and professional 
values). However, the role of motivation in these notions of competency development is not adequately 
acknowledged. 
7. Teacher motivation 
Undoubtedly, one of the critical determinants of behaviour is motivation and yet research about teacher 
motivation is similar to teacher learning – it has been largely overlooked (Addison & Brundett, 2008). The early 
rudimentary explanations of teacher motivation regularly defined the importance of reward (expectancy theory), 
compensation for effort (equity theory) and the importance of varied and challenging work (job enrichment theory) 
(Oregon School Boards Association, 2009). This behavioural approach gave priority to incentives such as payments, 
career ladders and differentiated teaching roles. This soon floundered, however, because of the unintended 
consequence of changed teacher-student relationships and the development of standards-based teaching programs.  
According to Frase (1992), the alternative intrinsic motivational approach was used to explain that teacher 
motivation could be located in the desire to help students learn, an improved work context (e.g., class size, 
discipline, resources) and valued content (e.g., opportunity for PD, challenging work, and collegiality). In more 
recent times, Wlodkowski (2008) has developed a useful cross-disciplinary intrinsic approach for educational 
settings, emphasising conditions that establish inclusiveness, meaning, positive attitudes and a performance 
orientation.  
It is surprising that even less research is available about teacher motivation and PD because change and 
innovation are recognised as being difficult and teacher performance crucial for improving student outcomes (Carey, 
2004; Haycock, 1998; Smith & Gillespie, 2007). Furthermore, Guskey (1986) has noted that one of the prime 
reasons for PD success/failure is teacher motivation. The existing literature does provide some indication that it is a 
complex situation, however. For example, in a study investigating teacher motivation and PD, Hynds and McDonald  
(2010) found that both intrinsic and extrinsic factors motivated the teachers and because motivation was a multi-
dimensional concept, it was difficult to identify an individual’s  motivation as being intrinsic or extrinsic.  
The literature on motivation to transfer (Burke & Hutchins, 2007; Yelon, Sheppard, Sleight & Ford, 2004) can 
provide some further insight into the nature of motivation in PD and, although not directly reporting on teacher PD, 
it has significant implications. These studies have indicated that a range of variables are related to motivation and 
transfer (e.g., cognitive ability, self-efficacy, pre-training activities).  However, many of the reported findings in this 
area are debatable, contradictory and limited in generality. To counter this, in a meta-analytic review of the literature 
investigating the antecedents, correlates and consequences of transfer motivation, Gegenfurtner, Veermans, Festner 
and Gruber (2009) identified seven key understandings. These were: 
x The importance of pre-training attitudes and attributes (e.g., openness to new experiences), prior to the 
training, impacting upon transfer; 
x The manner in which the framing of the training (e.g., usefulness of prior information) was perceived was 
important for transfer; 
x The importance of the participant’s organisational culture (e.g., participant’s accountability) even prior to 
training; 
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x Transfer was shaped by the instructional context (e.g., goal setting activities) and its consequences (e.g., 
feelings of competency); 
x In the work setting, individual factors (e.g., self-efficacy) determined transfer actions; 
x After training, the work climate (e.g., social support) was important for facilitating or inhibiting transfer; 
and 
x Although acknowledging there are some contradictory findings, it appears that motivation to transfer 
precedes transfer in the workplace.  
Given these understandings, it is still evident that additional research is necessary to develop a better 
understanding of the role of motivation in PD and the linking of motivation with teacher learning to facilitate the 
transfer of the training. 
8. Transfer of Training 
McDonald (2010) has identified transfer of training as an integrative concept in PD because it embodies the 
interactive dynamics of learning and motivation. Ironically, however, the concept of transfer of training has been 
largely overlooked in the teacher PD literature although there have been many, often implied, references. As teacher 
behaviour is recognised to impact upon student outcomes, there is an urgent need to prioritise the importance of 
transfer as a component part of understanding PD.  
Interest in transfer first originated at the turn of the Twentieth Century but this was from an experimental 
perspective related to a debate about the validity of  the behavioural and cognitive explanations of the phenomenon. 
Interest soon waned and it was not until Baldwin and Ford (1988) conceptualised transfer of training in terms of an 
input-process-output model that transfer was once again recognised as a particularly important topic. This interest 
was sustained by a number of factors including: new learning paradigms that emphasised relevancy and theory to 
practice links; the emergence of the knowledge, capital and global economies demanding meaningful, relevant and 
transportable information; and the recognition that the high levels of training funding did not result in transfer 
(Leberman, McDonald & Doyle, 2006). But, despite transfer failures, it is acknowledged transfer actually occurs in 
an individual’s life every day! 
Haskell (2001, p. xiii) defines transfer as “the use of past learning and the application of that learning to both 
similar and new situations” whilst transfer of training has a more restricted meaning referring to the application of 
knowledge, skills and attitudes learned from purposeful training experiences (including the informal learning 
opportunities). However, transfer is a controversial and debated concept and there have been many commentaries 
relating to its theoretical foundations, definition and nature, conceptual clarity and value, utility, measurement, and 
the approaches that best accomplish it (Leberman, et al., 2006). The recent and numerous reviews of transfer of 
training (Blume, Ford, Baldwin & Huang, 2010; Burke & Hutchins, 2007; Cheng & Hampson, 2008; Cheng & Ho, 
2001; Ford & Weissbein, 1997;  Lobato, 2006; Mestre, 2005) attest to its academic and practice importance.   
There have been a number of transfer models (e.g., Brooks & Dansereau, 1987; Perkins, Barell & Fogarty,1989; 
Veenman, van Tulder & Voeten, 1994; Walberg & Genova, 1982; Wallace, 1992; Yelon, 1992) relating to PD. 
These accounts have highlighted important characteristics such as the interaction of participant and facilitator 
qualities, school context, workshop features, intentional or spontaneous transfer, task variables, relevance and 
learner support but there is no understanding of a multi-dimensional integrative cohesive explanation. What is 
needed is a PD model that incorporates the important aspects of PD – learning, motivation and transfer. A number of 
resources (e.g., Cree & Macaulay, 2000; Leberman, et al., 2006) have alluded to this need.  
Although not specifically referring to PD, a generic and alternative perspective developed by Haskell (2001) 
indicates that a smorgasbord of strategies cannot readily attain an effective theory-to-practice approach and he 
suggests there is a need for a consistent utilisation of learning principles based upon a ‘science of transfer’ 
orientation.  A number of other commentators (e.g., Halpern & Hakel, 2002) supports this approach. In his 11 
principles of training transfer, he emphasises the importance of a range of different sets of knowledge (i.e., content, 
historical, peripheral, theoretical and transfer knowledge), a spirit of transfer, higher level thinking, support for 
transfer, practice activities, providing time for transfer to occur and the opportunity to observe and learn from 
examples of transfer.  In the following case study, a PD dance programme is outlined with reference to Haskell’s 
transfer approach and this is discussed in terms of the other key features of PD – learning and motivation.  
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9. PD dance education programme 
The dance education programme (McDonald & Melchior, 2008) was a PD school project (Teitel, 2003) and 
utilised transfer technology to facilitate the development of dance knowledge and skills in a primary school. This 
action research venture utilised a range of teacher PD strategies, and in particular can be related to the ideas of 
Broad and Newstrom (1992), Haskell (2001), Joyce and Showers (2002) and Salas and Cannon-Bowers (2000) 
which all contributed to the development of a strategic approach to transfer the learning. 
9.1. Before phase 
Following a request from a primary school principal, a university dance educator was contracted to develop staff 
skills and knowledge. A meeting was held with the staff which resulted in ‘buy-in’ and identification of before-
during-after tasks and activities. This identified current practices, goals and needed resources within the context of 
the curriculum and it was agreed that a systems transfer approach (refer to Holton, Bates, & Ruona, 2000) 
emphasising the interaction of the training, school system and teachers, would support the change programme. As 
identified by McDonald (2008), this laid the foundation for the programme. It consisted of six fundamental ideas:  
x Support to implement the programme was adopted as a school system (e.g., funding organised; release time 
planned for) venture; 
x Two lead teachers, who had positive dispositions toward behaviour change, were chosen to initially train 
with the dance educator; 
x Training of other staff was planned for – a multilevel vertical transfer system approach (Kozlowski & 
Salas, 1997) was chosen. The lead teachers would transfer their learning to the other teachers to enable 
trialling in all the classrooms;  
x Active and relevant learning were important aspects to maintain motivation and, accordingly, the 
experiential learning cycle (Kolb, 1984) was adopted as the key teaching process;  
x Observation, mentoring and feedback was used along with higher level thinking (problem solving, critical 
reflection and goal setting) activities to concurrently develop teacher knowledge and competency in 
curriculum content and pedagogical approaches (refer Melchior, 2006); and, 
x The learning was recognised as a process and as a preparation for future learning (Bransford & Schwartz, 
1999) and this emphasised ongoing refinement of skills, provision of peer/lecturer feedback and shared 
reflection maintaining the flow of learning (Jones & Lowe, cited in Yost, 2002). 
An implementation plan was developed based on these ideas and the lecturer gathered base-line date from the 
two lead teachers via classroom observations, semi-structured interviews and self-appraisal procedures.  A dance PD 
ladder was used by the two teachers to assess their skill level and to specify objectives.  Apart from specifying 
current skills and the desired goal, each teacher made an assessment of their current performance on this scale which 
had a specified a range of levels: entry – planning for learning – adapting programme – integration – embedded. 
Both defined their level as entry (‘I have little or no experience in teaching dance and need some guidance and 
support’). 
The preparation undertaken during the before stage was particularly important because it specifically defined 
roles and support, providing background information and planning for the implementation of the programme.  It was 
a signal to the staff of the importance of dance in the curriculum, the opportunities for growth, support availability 
and the need for planning that would permit a follow-through.  
9.2. During phase    
At this stage the lecturer worked frequently and intensively with the two lead teachers to develop their skills in 
dance so that they could in turn transfer their expertise on to the others in the school. It was an experiential learning 
approach (Kolb, 1984) utilising the Joyce and Showers’ (2002) teacher in-service approach (i.e., model, reflect, 
implement, observe and feed back). It was important to the lecturer to create a safe, supportive learning environment 
and her planning emphasised activities to ensure inclusion, valuing and motivation of the two teachers. To facilitate 
this, the four supporting motivational conditions (Wlodkowski, 1999) were managed to encourage the teachers to 
persist. These conditions involved the development of inclusionary approaches (e.g., exchange of ideas, sharing of 
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activities), enhancement of meaning (e.g., development of critical questioning, reflection), creation of positive 
attitudes (e.g., giving choice and co-constructing relevant, achievable goals) and the engendering of a sense of 
competence (e.g, via reflective journals, demonstration of skills, sharing of evaluative commentaries). Although the 
lecturer helped the teachers to learn the basic dance skills, much of the learning occurred between the two teachers 
who frequently modelled, shared ideas, provided feedback and encouraged each other. 
 
9.3. After phase   
 
At the completion of the training of the two teachers, both reported via the dance PD ladder a change from the 
entry (lowest) level to embedded (‘Dance is an integral and necessary part of my classroom programme’), the 
highest level. Anecdotal comments related the increased knowledge and skill level to the PD programme and the 
subsequent activities (e.g., participation in a dance conference) arranged via the lecturer. During this phase the lead 
teachers used their skills and knowledge as resource teachers and assisted their teaching colleagues to become more 
skilled.  Subsequently, the teachers reported student achievement to parents and the community and at a national 
teacher-training workshop they shared their experiences with other teachers. The principal continued to support all 
the teachers – he approved financial payments to attend dance conferences and workshops, promoted use of 
resources and, importantly encouraged all the teachers. The dance programme has continued in the school for some 
time with very positive results. In the past year with changes in staffing, attention to the programme has diminished 
but the framework remains for the skills and knowledge to be utilised again at a later date.  In the transfer literature, 





In analysing the programme it was evident that there were a number of reasons for the success of the dance 
education programme. These can be related to the issues discussed above:  
x The lecturer carefully developed the programme and strategically arranged transfer events;  
x There was a planned before, during and after phase;  
x Assessment of the learning consisted of multi-level data collection which helped to improve the programme 
as it developed. Satisfaction measures were obtained via student verbal responses to the teachers and 
lecturer and the comments recorded in the teachers’ reflective logs; the learning was measured ‘in-situ’ as 
the lecturer observed the lead teachers and as they observed their colleagues; community presentations and 
conference presentations were further evidence of this; transfer per se was indicated because the lead 
teachers continued to teach dance in their own classes and initiated teaching of their colleagues; support of 
the other teachers was obtained via the enthusiasm and demonstrated skill development of the lead 
teachers; principal support was assessed as being critical to the continuance of the programme; student 
learning was evident because of their observed dance performances; 
x Developing an understanding about transfer, its significance and the skills to transfer assisted with the 
facilitation of transfer (e.g., Action plans and goal setting helped to plan for transfer); 
x Important knowledge was provided by the lecturer and accessed by all the teachers;  
x The programme existed over a period of months and gave the teachers the time to develop their skills; 
x Use of other curricula highlighted understanding of the similarities and differences to the dance 
programme;  
x The two chosen lead teachers developed a positive ‘spirit of transfer’ disposition after an initial reluctance;  
x Dance was frequently modelled by the lecturer and the lead teachers practised independently and together;  
x The school community was actively involved in the dance programme; and,  
x A carefully aligned, strategic planning process that encouraged the enhancement and sustaining of dance 
skills was developed and this persisted for some time.  
The programme achieved its fundamental goals – dance expertise and knowledge was developed which 
contributed to the growth of higher-level thinking (e.g., construction of knowledge, problem-solving, reflection) and 
teacher leadership skills, permitting the continuance of the programme in the school.  The project provided a model 
of how PD was facilitated by understanding teacher learning, motivation and planning for transfer implementation. 
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McDonald (2010) has developed a transfer model of PD which incorporates the interactive elements of learning, 
motivation and transfer and provides an encapsulation of what key processes were occurring in this programme.   
10. Conclusion 
This discussion has identified the importance of understanding teacher learning and motivation in PD and 
highlights the significance of the transfer of the training to facilitate student learning outcomes.  Both PD and 
transfer are defined in terms of being process and outcomes oriented but the relative emphasis varies. In PD 
emphasis is upon the process to achieve desired outcomes whilst transfer emphasises the outcomes but depends 
upon the processes of learning to achieve these outcomes. They are the two sides of the same coin; teacher PD 
invests in effective strategies to achieve improved teacher performance to improve student learning but this cannot 
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